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This study examined the effect of social skills training on the enhancement of
pro-social temperament traits. The pro-social temperament traits are composed,
light-hearted, expressive-response, objective, tolerant and self-disciplined. The study was
based on the premise that social skills training is an effective intervention method to
employ with adolescents to increase pro-social temperament traits. Six pro-social
temperament traits’ opposites were targeted for modification in this study. The traits
targeted for modification were: nervous, depressive, inhibited, subjective, hostile and
impulsive. A single systems A-B design was implemented to measure the effectiveness of
social skills training as an intervention method to enhances pro-social temperament traits.
The subject was an adolescent male but the intervention method can be employed for
utilization with any adolescent. The researcher found that pro-social temperament traits
were increased as a result of a social skills training course. The results demonstrated the
favorable effects of the utilization of social skills training courses as an intervention
method for enhancing pro-social temperament traits.
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There has been substantial research done in the area of temperament which
recently has begun to focus on the relationship of temperament to academic performance
and classroom behavior.^ It has also been found that temperament differences have a
significant effect on behaviors manifested in later childhood and adolescence. The majority
of earlier studies were directed towards linkages between early childhood temperament
and developmental outcomes such as parent-child interaction, peer relationships and
vocational outlook.
Statement of the Problem
While temperament traits are common to all people, they are highly individualized.
Temperament attributes have been reported to help determine the individual child’s
response to new and demanding cognitive school tasks.^ One problem that temperament
differences can create is misidentification of children labeled Attention Deficit
Hyperactivity Disorder (ADHD), adjustment disorder, conduct disorder or social isolation.
Temperament is often a part of the picture that is overlooked. Assumptions are sometimes
^Rpy P. Martin, “Activity level, distractibility and persistence: Critical characteristics in early
schooling,” Temperament in Childhood (1989) : 451.
^Alexander Thomas and Stella Chess, Temperament in Clinical Practice (New York: The
Guilford Press, 1995), 207.
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made that children whose behaviors do not fit the norm must have emotional problems,
attention deficit disorder or parents with problems.^ In recent years there has been an
increase in the amount of children labeled hyperactive and an increase in the distribution of
medication for hyperactive disorders. Mislabeling a child with a neurobehavioral disability
when the issue may be their temperament is potentially damaging to that child.^ Teachers
and social workers who fail to take into account the child’s temperament may attempt to
label a highly active child who is normal, by temperament trait standards, as hyperactive
and recommend the child for special professional help, whereby all too often such children
are placed on medication without the careful clinical evaluation that would distinguish
between high activity as a normal temperament trait attribute and pathologic attention
deficit disorder with hyperactivity. ^ Certain normal temperament characteristics are similar
to those regarded as symptoms of ADHD. Activity level, distractibility and persistence are
normal temperament trait characteristics, but hyperactivity, impulsivity and inattention are
facets of ADHD. It is very likely that many children are being diagnosed with ADHD
when in fact they do not have a neurobehavioral disability.^ A misdiagnosis can occur in
situations, for example, if a child recently changed schools and they are a
“slow-to-warm-up child”, it will take some time before that child can adapt to the change.
The slow adaptation is not ADHD; it is temperament.^ It seems highly likely that most of
^Alice E. Shannon, M.F.C.C., “Understanding the temperamentally extreme child: Normal
doesn’t always mean average” Adoption Quest (accessed January 1998); available from
http://www.adopt.org/adopt/issues/temper.html; Internet.
'*Robin Hegvik and Sean C. Devitt, “Behavioral Individuality and temperament are normal”
Behavioral-Developmental Initiatives (B-DI) (accessed February 1998) ; available from
http://www.primenet.com/~bdi/individuality.html; Internet.
^Thomas and Chess, 209.
^Hegvik and Devitt, 1.
^Hegvik and Devitt, 2.
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the children being given the diagnosis ofADHD today are completely intact neurologically
and merely have temperaments that are poorly understood, tolerated or managed by their
caregivers.*
A child’s temperament trait can place special demands on parents and teachers and
serve as a stressor for the child, parent and teacher. Some parents and teachers are capable
of coping objectively and patiently with difficult irregular behaviors in a child. Others are
bewildered, overwhelmed or angered by such behavioral presentations. These situations,
e.g., the parent-child and teacher-child interaction are often less than optimal, with
frequent behavioral expressions.^ Most children’s temperament falls in the middle or
average range for most the trmt characteristics. However, studies indicate that 10-15
percent of all children are temperamentally extreme. These children are just as normal as
their easier-going peers, but they are much more challenging to care for. Parents often feel
fhistrated, inadequate and worried.^® In Thomas and Chess’ ground breaking Longitudinal
Study (NYLS), 10 percent of the subjects showed clear-cut “difficult child” temperament
traits. Of those identified as “difficult children”, 70 percent developed a behavior disorder
during childhood. With a constructive parental or teaching approach, “difficult
children’s” troublesome behaviors did not become transformed into symptoms of a
behavior disorder. A child can possess all the traits of a “difficult child” but receive a
parental and teaching style that takes into account his or her temperament traits. A child
^William Carey M.D., Temperament and the Pediatrician (accessed February 1998) ; available
from http;//www.webcom.com/rusleepy/section/Fall97/temeprament.html; Internet.
^Thomas and Chess, 30.
^^Shaimon, 2.
^ *Thomas and Chess, 30.
'^Alexander Thomas, Stella Chess and Herbert Birch, Temperament and Behavior Disorders in
Children (New York: New York University Press, 1968), 83.
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who does not receive modified parental and teaching styles, behavior can develop into a
moderate or severe behavioral disorder. The differences in outcomes lay in the parent’s or
teacher’s ability to adapt an appropriate style of teaching or parental care.^^ The same
techniques for parental car& do not work equally well fijr all children* Parental strategies
often have to be modified to meet the specific temperament of the individual child. The
modified styles of teaching and parenting allow the “difficult child” to have a chance to
develop along a healthy course.
On the other hand, a parent, teacher and social worker of a “slow-to-warm-up”
child may easily misinterpret the significance of a child’s temperament behavioral patterns.
Parents, teachers and social workers who do not understand a child’s hesitancies towards
new environments place great pressures on a child. Such pressures can only result in an
exacerbation of the socially withdrawn behaviors which can result in a pathologic
adjustment disorder. There are probably several ways in which approach/withdrawal
(inhibition) negatively affects school performance of children. For one thing, inhibited
children may not form supportive relationships with their teachers and with other children.
The inhibited child also tends to be more reluctant to participate in class and is less likely
to come to the attention of teachers. All these factors indicate that inhibited children may
suffer self-concept damage as a result of isolation. This social isolation is a particular
problem.£br childrenwho are inhibited Stnmg^dataexist s that indicate the impactof s^ocial
isolation as an important role in the decision to drop out of school.
i^Thomas, Chess andBirch, 84.
i'‘Carey,2.




It has been noted that a child’s temperament can have a significant effect on school
performance. Thus, it is important for parents, teachers and school social workers to
recognize these differences in behavioral traits in individual students so they can make the
optimal instructional and managem^t dedsions in each case.’^
Career choice and work ethics have also been found correlated with temperament.
It is noted that temperament plays aa important role ittjoh searches. A high approaching
youth enjoys the very act of job hunting, and finds the act of returning day after day to
inquire whether a possible opening, has in. feet materialized to be a socially rewarding
effort. In contrast, the withdrawn or shy adolescent can bring defeat in his or her very
manner of asking^ fi)r a job. Offering oneself fiar a work position again and again, and
experiencing rejection repeatedly is deeply painful to such a youngster.
In response to the increased awareness- of the. effects of temperament,, several
centers have emerged that address the interactions of temperament on behaviors. The
Temperament I ^earning Center in. Californiawas developed in_ 1995_ The. Temperapient
Learning Center promotes the understanding of temperament concepts by educating
parents, children, teachers, therapists and other professionals, through workshops,
educational materials, groups presentations, individual work and professional
presentations.Another well known temperament center is through Kaiser Permamente.
They specialize in identifying childhood temperament traits in order to provide better
assessments ofa child’s fiinctioning.
^^Baibara Keogh, ‘Teiiq)^i»ent; An individual difference of in^itance in intervention
programs,” Topics in Early Chil^oodSpecial Education (1982) 2, 25-31.
i^omas and Chess, 210.
^°Jan Kristal andMegan Kilgore, The Temperament Learning Center (accessed 14 December
1997); available fiom http;// www.sirius.eom/~megan/about.html#7; Internet.
Purpose of the Study
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The purpose of this study was to determine the effect of social skills training on
increasing pro-social behaviors associated with temperament traits. This study analyzed
social skills training as an intervention method for increasing pro-social temperament
traits. Temperament trait identification is an important, but often neglected, aspect of
behaviors. Many temperament trait behaviors can be mistaken for behavioral or adjustment
disorders. This misidentification can lead to children being mislabeled as having a
behavioral disorder or adjustment disorder when in fact the issue is one of temperament.
The intervention method employed in this study was the use of social skills training to
enhance pro-social temperament traits, i.e., composed, light-hearted, expressive-response,
objective, tolerant and self-disciplined.
CHAPTER TWO
REVIEW OF THE LITERATURE
The literature reported that temperament traits can not be eliminated, only altered
to reflect socially acceptable behaviors.^ Increasing pro-social temperament traits through
Social Skills Training allows the child to develop and maintain successful, socially
acceptable methods of temperament control. Considering that temperament is capable of
change based on environment^. Social Skills Training allows for flexible methods that the
child can employ later in life. The areas of Theoretical Perspectives, Significant Studies
and Interventions discuss many of the issues surrounding temperament development and
the eflFect of Social Skills Training on increasing pro-social temperament traits.
Theoretical Perspectives
Temperament is generally defined as differences in behavioral traits that are present
in infancy and become relatively stable over time. These traits are of a constitutional
nature with behavioral manifestations, determined by temperament difierences as they
interact with environmental factors.^ Temperament traits tend to have low stability in
^Thomas and Chess, 201.
^Qrth andMartin, 150.
^Roy P. Martin and Lauren C. Orth, "Interactive Effects of Student Temperament and




infancy and toddlerhood, increasing substantially during the preschool period and showing
substantial consistency throughout childhood.^ Temperament, like any other characteristic
or attribute of an organism- i.e., height, weight, intellectual competence, and perceptual
skill- is influenced by environmental factors in its expression and in its nature as
development proceeds along the life cycle. ^
The most current research on temperament has been based on the continuing work
of Alexander Thomas and Stella Chess. In 1957, Thomas and Chess identified a
temperament typology that consisted of three temperamental constellations; the “difficult
child”, the “easy child” and the “slow-to-warm-up child”. The three constellations consists
of nine traits of temperament; activity, rhythmicity, adaptability, approach/withdrawal,
threshold of response, intensity, mood, distractibility and persistence. The “easy child” is
characterized as having a positive approach response to new stimuli, high adaptability to
change and mild to moderately intense mood. The “easy child” adapts readily to new
schools, accepts most fiustrations with little fuss and accepts the rules of new games vvdth
no trouble. The “slow-to-warm-up child” displays a combination of negative responses of
mild intensity to new stimuli and slow adaptability, while the “difficult child” tends to
show negative withdrawal response to new stimuli, nonadaptability to change, intense
mood expressions that are frequently negative, and fhistration that typically produces
violent tantrums.^
Over the years, researchers have studied temperament by developing different
clusters of temperament that expand on the earlier work of Thomas and Chess. When
“^AH. Buss and R. Plomin,.4 Temperamental Theory ofPersonality Development (New York:
Wiley, 1975), 145.
5Alexander Thomas and Stella Chess, Temperament Theory andPractice (New York:
Bruimer/Mazel, 1996) ,33.
^Thomas and Chess, Temperament andDevelopment (New York: Bruimer/Mazel, Publishers,
1977), 22-23.
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temperament was studied in the school settings, three categories emerged as predictors of
scholastic performance and classroom behavior: activity, distractibility and persistence.
Together the three categories form a cluster termed Task Orientation which is viewed as a
continuum of temperament differences. High Task Orientation was, characterized by low
activity, low distractibility, and high persistence. Conversely, low Task Orientation
reflected high activity, high distractibility and low persistence.’
Temperament is never considered by itself, but always in relationship to, or
interaction with, the individual’s abilities, motives and external environmental stresses and
opportunities. Most temperament research is based on the work of Thomas and Chess.
They identified nine categories of temperament: activity, rhythmicity, adaptability,
approach/withdrawal, threshold of response, intensity, mood, distractibility and
persistence. They used the term “goodness of fit” to propose that children’s adjustment
depends on the degree of harmony that exists between individual temperament traits and
the demands of the environment. Thomas and Chess’ research was based on the
interactionist concept of the developmental process. This interactive process is expected
to produce certain consequences in behavior, which then interact with recurrent and new
features of the environment to reinforce certain previous patterns, or produce new
behavioral characteristics.* The interactionist concept is very much in line with the
Cognitive-Behavioral Approach. The Cognitive-Behavioral perspective began to develop
during the 1980s. The premise underlying a Cognitive-Behavioral orientation is that
difficulties in living, relationships, general health, etc., have their origin in (and are
maintained by) both cognitive and behavioral factors.^ The cognitive and behavioral
’Martin and Orth, 151.
*Alexander Thomas and Stella Chess, Temperament andDevelopment (New York:
Bnmner/Mazel, 1977), 22.
^Walter Mischel, Introduction to Personality (ForthWorth, TX: Harcourt Brace Jovanovich
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strategies create a balanced approach to understanding and treating common
life-problems. This approach provides a means of examining not only the manner in which
an individual views themselves and environment (cognition), but also the way in which
they act on that environment (behavior). The Cognitive-Behavioral therapist seeks to
effect positive and lasting change by working with the client to modify their maladaptive
thoughts and/or behaviors. In Cognitive-Behavioral therapy, the treatment position is that
client’s thoughts and behaviors are never seen as irrational since they can be seen to be
consistent with what the client knows and understands about himself or herself and the
environment.^®
Significant Studies
The most highly regarded temperament studies are those of Thomas and
Chess. Among the most prominent of their studies is the New York Longitudinal Study
(NYLS). The majority of temperament research is based on the findings of Thomas and
Chess and in particularity the NYLS study. In 1959, Thomas and Chess, with the
assistance of Dr. Herbert G. Birch, developed definitions for nine categories of
temperament and a method for rating them. The primary goal ofthe NYLS was to observe
the wide range of behavior styles exhibited by normal children. The study was
implemented over five years. The scores of the nine temperament categories were utilized
to determine whether meaningful groupings of the categories could be derived statistically.
CoUege Publishers, 1993), 385.
Aaron M. Brower and Paula S. Nurius, Social Cognition and Individual Change: Current
Theory and Counseling Guidelines (London: SAGE Publications, 1993) , 77-78.
^ ^Thomas, Chess and Birch, 38.
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The purpose of the study was to develop methods for identifying, defining, grouping and
analyzing temperament traits. The result was a systematic structure of temperament
categories and their ratings.
While the NYLS yielded excellent findings and is the basis for most temperament
research, the design for data collection and ratings utilized were time consuming. Shorter
methods needed to be developed for many of the studies related to temperament. A short
parental questionnaire was devised in 1970 by William Carey for infancy temperament
based on Thomas and Chess’ NYLS categories and definitions. The development of this
shorter questionnaire stimulated the development of temperament questionnaires for
various age periods in infancy, childhood, adolescence, early adulthood and later
adulthood.
The Taylor-Johnson Temperament Analysis functions as a diagnostic device to
identify individual strengths as well as areas of needed improvements. Results pinpoint
specific problem areas providing insight into the internal forces that actually produce many
of the external complaints or conflicts. In 1967, the first edition of the Taylor-Johnson
Temperament Analysis (T-JTA) was completed. The T-JTA, a revision of the Johnson
Temperament Analysis (JTA) developed by Dr. Roswell Johnson, underwent such
extensive research and modification that essentially a new instrument was developed. Dr.
Roswell requested a revision of his test in 1963. The task was undertaken by Robert M.
Taylor and Lucile Morrison. They implemented a study on the original Johnson
Temperament Analysis at West Texas State University. All of the 180 items and nine
scales of the JTA were intercorrelated. An analysis of the results showed some of the
items did not correlate significantly with any one of the scales; some had significant
correlation with 2 or more scales; and several correlated in such a way as to indicate that
^^William Carey, “A simplified method of determining infant temperament,” Journal of
Pediatrics 77, (1970) : 188.
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they were being scored on the wrong scale. Taylor and Morrison undertook the task of
rewriting the items. The first revision to the T-TJA’s 180 items was in 1962. The test was
administered to residents in California, Colorado, Texas and applicants to the Teacher
Education Program at West Texas State University. The items were then intercorrelated
and grouped in clusters according to the magnitude of the intercorrelations. The result was
nine new scales that measured the nine traits defined by Dr. Johnson. A second revision
was initiated because the results of the first study indicated that some items were still not
significantly correlated with other items measuring a particular trait. The second revision
involved utilizing 60 additional items developed from research descriptions of emotional
states and behavioral patterns measured by the T-JTA to form an expanded research
version. The expanded research version was administered and the 240 items were then
correlated with the nine traits. The highest-correlating items for each trait were retained to
form the second revision. In 1973, an adolescent section was added containing norms for
adolescents ages 15-19. In 1977, a simplified T-JTA question booklet was developed for
adolescence called the Taylor-Johnson Temperament Analysis Secondary Edition. The
1996 T-JTA represents an even more statically strengthened and timely edition.
Dr. Barbara Keogh (1982) devised and utilized a shortened form of Thomas and
Chess’ Teacher Temperament Questionnaire to assess child temperament, and factored
out pupils’ data along three primary dimensions: Task Orientation (persistence,
distractibility and activity level); Personal Social Flexibility (approach/withdrawal, positive
mood and adaptability) and Reactivity (negative mood, sensory threshold and intensity).
Keogh’s research group examined the relationship between children’s temperament, other
'^RobertM. Taylor and Lucile P. Morrison, Taylor-Johnson TemperamentAnalysisManual,
(California: Psychological Publications, INC., 1996) , 33.
'"‘Taylor and Morrison, 34.
'^Taylor and Morrison, 1.
13
pupil attributes and teacher’s decisions about classroom management and placement
recommendations. Keogh found a strong and consistent relationship between temperament
traits, especially Task Orientation, and teacher’s classroom decisions (teachability).
Findings from the Keogh studies summarized the variations in temperament pattern as
clear contributors to the teacher’s views of pupils’ teachability, to the estimate they make
of pupils’ abilities and to the kind of expectations teachers have of pupils’ educational
performance. In 1982, colleagues ofKeogh, Michael Pullis and Joel Cadwell, conducted
a study in a small school district in Illinois that basically replicated Keogh’s method. Their
findings confirmed those ofKeogh.
In 1982, Roy P. Martin began a series of studies on the correlation between
childhood temperament and various aspects of children’s school fiinctioning. Martin found
a relationship between the traits of activity, distractibility and persistence. When
temperament was studied in school settings, three of its dimensions consistently emerged
as predictors of scholastic academic performance and classroom behavior: activity,
distractibility and persistence. These three dimensions are typically termed Task
Orientation.!'^ Using a modified Teacher Temperament Questionnaire, Martin correlated
its data with pupil scholastic achievement. In their four studies, important relationships
between the traits of activity, distractibility, persistence and scholastic ability were
identified. !*
Lauren C. Orth and Roy P. Martin developed a study that examined the effects of
student temperament, instructional method (computer versus teacher), and the interaction
between the two on (a) observed off-task behaviors and (b) problem-solving performance.
!®Thoinas, 126.
•^Martin and Orth, 150.
!*Thoinas, 127.
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The sample in this study consisted of 78 kindergarten students exposed to a three week
treatment period. They found that students with high Task Orientation exhibited almost no
off-task behaviors with either method (computer or teacher), whereas the low Task
Orientation students showed significantly more off-task behaviors with teacher directed
instructions than with computer directed instructions.*^
Interventions
During the period of adolescence, social relationships have a greater importance
than during the middle childhood years and later adolescence. Adolescents, who convey
withdrawal behaviors, will find it difficult to bring themselves forward in group or
individual social encounters. Such children may be viewed by peers as snobbish because of
social distance. Adolescence is a period most marked by conformity to peer group mores,
language, and gestures. A shy or otherwise withdrawing youngster may be influenced by
this aspect of the developmental period.^o Social skills training has been found to allow the
child who otherwise would not “fit in” with peer groups to gain insights and positive
changes that can make it possible for the child to develop an expanding and satisfying
social life. Furthermore, such positive experiences become the basis for a thoughtful
self-examination of their temperament traits, and the formulation of a set of effective
strategies by which they could adapt successfully to new situations and new people in the
future.2*
*^Martm andOrth, 149.
^OThomas and Chess, 92.
^'Thomas and Chess, 93.
15
Social skills can be defined as a complex set of skills that facilitate the successful
interactions between peers, parents, teachers and other adults. The “social” refers to
interactions between people; the “skills” refer to selecting appropriate discriminations, i.e.,
deciding what would be the most effective response and using the verbal and nonverbal
behaviors that facilitate interaction.^^ This focuses on building pro-social responses as
opposed to an emphasis on the elimination of excessive antisocial responses. By definition
Social Skills Training only focuses on promoting social competent behaviors. Since
temperament traits can not be eliminated, only decreased or altered. Social Skills Training
offers a promising method of intervention.
CHAPTER THREE
METHODOLOGY
The methodology section consists of the following five sub-sections: 1)
Measurement 2) Research Instrument 3) Case Information 4) Intervention Plan and 5)
Treatment Hypothesis.
Measurement
This research project utilized a single system A-B design. There are two phases in
the A-B design, the baseline or A phase, and the intervention or B phase. The intervention
or B phase, in this research project utilized Social Skills Training, and was composed of
separate but integrated techniques. The package consisted of a BCDE intervention
technique. The package included several integrated intervention techniques including:
self-awareness, interpersonal relationships, communication and decision-making. During
the baseline period, or A phase, the target problem was determined and monitored. During
the B phase intervention techniques were implemented. The assumption underlying the
A-B design was that the problem observed during baseline would continue in the same
pattern if no changes were made in the system of forces acting on the problem. The
intervention was a planned change seeking to modify the problematic events in a desired
direction. Thus, the practitioner compared the extent to which the problem occurred after
the intervention with the pattern of problematic events existing before the intervention.
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The A-B design can clearly indicate whether any changes in problematic behaviors had
occurred.!
An important consideration in improving social behavior is the accurate
identification of skills that need improvement. The particular techniques used to assess
target behaviors in this research study are located in the categories of direct behavioral
observation and self-report questionnaires. A method of multiple assessors is advisable
whenever possible. It stands to reason that using several methods of assessment will
enhance the likelihood of obtaining data that is both comprehensive and representative of
the problem to be studied.^
During the baseline or A phase, the Taylor-Johnson Temperament Analysis
Secondary Edition was used as the primary measure to determine the subject’s
temperament trait levels. Direct Observations by the researcher was utilized as a secondary
measure. Based on the results of the test and direct observation, the following
temperament traits were targeted for modification: nervous, depressive, subjective, hostile,
impulsive and inhibited.
Instrument
The instrument used to measure the subject’s temperament levels was the
Taylor-Johnson Temperament Analysis Secondary Edition. The instrument was developed
as a simplified version of the Taylor-Johnson Temperament Analysis Regular Edition. The
Secondary Edition consists of a conventional, direct question format for use with
^Martin Bloom and others. Evaluating Practice: GuidelinesforAccountable Professional 2nd
Edition (Needham Heights, MA: AUyn and Bacon, 1995), 346.
^Johnny L. Matson and Thomas H. CHlendick, Enhancing Children’s Social Skills: Assessment
and Training (New Yoric Pergamon Press, 1988), 17.
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adolescents. Reliability between the Taylor-Johnson Temperament Analysis and the
Taylor-Johnson Temperament Analysis Secondary Edition has been established. Statistical
analysis demonstrate support for both tests measuring the same traits and can be used
interchangeably. The Secondary Edition Question Booklet consists of essentially the same
questions as the Regular Edition Question Booklet, except that the vocabulary and format
are simplified. The Taylor-Johnson Temperament Analysis Secondary Edition Question
Booklet is a paper and pencil self report. The majority of temperament questiormaires are
to be utilized by teachers and/or parents. The Taylor-Johnson Temperament Aiuilysis is
one of the few questionnaires that allow the adolescent to self-report. The test measures
nine temperament traits, and their opposites, which influence personal, social, family,
scholastic and vocational adjustment. The traits are on a continuum with their opposites,
when one increases the other decreases. The nine traits and opposites are as follows: 1)
nervous (tense, high-strung, apprehensive behaviors) vs. composed (calm, relaxed,
tranquil behaviors), 2) depressive (pessimistic, discouraged, dejected behaviors) vs.
light-hearted (happy, cheerfiil, optimistic behaviors), 3) active-social (energetic,
enthusiastic, socially involved behaviors) vs. quiet (socially inactive, lethargic, withdrawn
behaviors), 4) expressive-responsive (spontaneous, affectionate, demonstrative behaviors)
vs. inhibited (restrained, unresponsive, repressed behaviors), 5) sympathetic (kind,
understanding, compassionate behaviors) vs. indifferent (unsympathetic, insensitive,
unfeeling behaviors), 6) subjective (emotional, illogical, self-absorbed behaviors) vs.
objective (fair-minded, reasonable, logical behaviors), 7) dominant (confident, assertive,
competitive behaviors) vs. submissive (passive, compliant, dependent behaviors), 8)
hostile (critical, argumentative, punitive behaviors) vs. tolerant (accepting, patient,
humane behaviors) and 9) self-disciplined (controlled, methodical, persevering behavior)
vs. impulsive (uncontrolled, disorganized, changeable behaviors).
19
There are 180 items on the test and it takes between 30-45 minutes to complete.
The Secondary Edition Question Booklet is recommended for use with adolescents
between the ages 13-17. The test requires a minimum fifth grade vocabulary and reading
comprehension level. The test results can provide valuable information concerning those
aspects of personal adjustment which may affect a student’s behavior or interfere with
their scholastic performance. Conversely, the test results can reveal traits or characteristics
which are conducive to, or facilitate, effective academic functioning, and which also tend
to enhance personal growth and emotional maturation.^
The test includes a Taylor-Johnson Temperament Analysis Profile, which is a
graphic representation of the respondent’s own self-conception. Norm tables are used to
convert the raw trait scores to percentiles. When the percentiles are plotted they are
plotted in areas containing zone designation labels of “Improvement Needed”,
“Improvement Desirable”, “Acceptable” and “Excellent”. The profile can be utilized to
enhance the respondent’s understanding of self, and their environmental pressures and
forces. The traits can be positively phrased for child clients, or self-conscious clients who
would not effectively understand the results due to a sense ofnegativity in the traits.
The Taylor-Johnson Temperament Analysis was revised in 1996 to represent even
more statically strengthened edition. It contains revised normative data for each of the
population groups. Four new populations were introduced including the adolescent group
(ages 13-17). The reliability of the nine scale scores has been established with test-retest
correlation coefficients, with split-half correlation’s, and with Hoyt’s analysis of variance
presented by B.J. Winer.^ The internal consistency of the nine scales was estimated by
split-half and analysis of variance techniques. Empirical validity was determined by using
^Tajdor and Morrison, 44.
•^Taylor andMorrison, 21.
20
professional clinical ratings as substitutes for pure criterion measures. Construct validity
was estimated by correlating the Taylor-Johnson Temperament Analysis with other
personality tests. The correlation can be cited as evidence that Taylor-Johnson
Temperament Analysis measures the same general areas of behaviors as other tests, e.g.,
the Sbcteen Personality Factor Questionnaire (16pf) and the Minnesota Multiphasic
Personality Inventory (MMPI).
Direct Observation was utilized as a secondary measurement. Utilizing the trait
definition on the Taylor-Johnson Temperament Analysis, a check list was developed that
counted the number of times the subject displayed the trait behaviors during the day. The
subject was observed for four hours a day for five days. The results of the observation
confirmed the findings of the Taylor-Johnson Temperament Analysis Secondary Edition
baseline test.
Case Information
Johrmy*, the subject for this research, is a fifteen year old Afiican American male.
He lives with his mother, maternal uncle and an older sibling. He is the youngest of three
and described the relationship with his family as very good. Johnny currently attends an
alternative school for students with chronically disruptive behaviors and he has been twice
retained in the seventh grade.
Johrmy displayed withdrawn behaviors in school, such as not talking to other
students in his class, constant head lowering to avoid eye contact and excessive sleeping in
class. He also displayed chronic absentedsm and tardiness. During observation, Johrmy
appeared to be less withdrawn on occasion, such as when interacting with peers who were
*Name changed to protect anonymity.
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closer to his age. He viewed himself as shy, honest, quiet, smart, neat and friendly. The
one quality he most wanted to change was shyness.
Johnny also exhibited depressive qualities. He felt the source of his depression
stemmed from his current grade level. He expressed that he does not like to be in class
with the younger children and desired to be in his “correct grade”, the ninth grade. This
concern added stress to his life and resulted in feelings ofanxiety.
Johnny is considered by teachers as achieving on academic level which is seventh
grade. IBs work and handwriting are extremely neat and meticulous. In fact, his writing is
so neat it tends to slow him down. His school discipline report reflects disruptive
behaviors, disregard of direction, unpreparedness for class and use of profanity. His
teacher’s observed that these behaviors have decreased over the months of his enrollment,
but depressive and withdrawn behaviors have increased.
Based upon the baseline phase results of Direct Observation and the
Taylor-Johnson Temperament Analysis Secondary Edition scores, Johimy was considered
a prime candidate for Social Skills Training. Johnny’s williness to work on his behavior
and his expressed interest in increasing his pro-social behaviors on several of his
temperament traits (nervous, depressive, inhibited, subjective, impulsive and hostile)
increase the likelihood that Social Skills Training will be effective.
Intervention Plan
Social Skills Training needs to be tailored to specific individuals who function in
particular settings with particular problems.^ The Social Skills Training curriculum should
^Matson andOllendick, 53.
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reflect the precise social skill deficits that the subject exhibits. This study utilizes a
Cognitive Behavior Therapy approach. Cognitive Behavioral approach emphaazes a
child’s participation and training in self-therapy through decision-making,
self-reinforcement, and other self-regulation strategies.^ The assumptions of this approach
are that cognitive-interpersonal problem-solving skills can be learned and that such skills
bear directly on improved adjustment in social behavior.* The Social Skills Training
intervention utilized in this research study consisted of four units: Unit 1-Self Awareness,
Unit 2- Interpersonal Relationships, Unit 3-Communication, Unit 4-Communication and
Decision Making. The Social Skills Training course involved tasks and worksheets that
are directed at, and chosen to, increase pro-social temperament traits. The units are made
up of worksheets from Personal and Social Skills^ and Competency Units for Personal
Social Skills^^ books.
Treatment Hypothesis
Social Skills Training will reduce the nervous, depressive, subjective, impulsive,
hostile and inhibited temperament traits displayed by the subject thus, increasing pro-social
temperament traits.
’^Matson and OUendick, 44.
^Matson and OUendick, 45.
’Joyce V. Fetro, Personal and Social Skills: Understanding and Integrating Competencies
Across Health Content (California; ETR Associates, 1992).
^^Donn E. Brolin, Competency Unitsfor Personal Social Skills Vol. 1, 2 and 3 (Reston, VA The
Council for Exceptional Childr^ 1992).
Baseline Phase
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During the baseline phase several methods were employed to determine the traits
targeted for modification. The subject was observed in the classroom setting for four
hours per day for five days to determine regular patterns of behaviors. The subject’s
school records were reviewed, including reports of a disciplinary nature and attendance.
The subject was interviewed to determine which temperament traits he wanted to change.
The Taylor-Johnson Temperament Analysis Secondary Edition Question Booklet was
administered. The results were used to identify the initial traits targeted for change.
Intervention Phase
Each session began with general conversation, and any questions or concerns the
subject had were addressed. The subject participated in a Social Skills Training session
and afterwards was given the Taylor-Johnson Temperament Analysis Secondary Edition
to evaluate change in behaviors associated with temperament traits. Goals for each session
were verbalized at the beginning. Direct Observation was also employed to evaluate
change in behaviors associated with the temperament traits targeted for modification.
Session 1
Unit Topic; SelfAwareness
The self-awareness unit dealt with exploring issues surrounding how the subject
views himself Five different worksheets were used in this session. All the worksheets
were completed by the subject, and discussed upon completion. The first sheet contained
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questions dealing with things the subject thought he does well, and good qualities he feels
he possesses. The second sheet involved feeling good about yourself Questions included;
What do you do to feel good about yourself? What do you say that helps you feel good
about yourself? What do others do to/with you that helps you feel good about yourself?
and What do others say to/about you that helps you feel good about yourself? The third
worksheet was a self-assessment inventory which helped the subject decide whether a
statement described him or not. The fourth sheet involved questions about the subject’s
home life. Questions included: What things make you feel good about yourself at home?
What things make you feel bad about yourself at home? What things should you do more
of at home? and What things should you do less of at home? The final worksheet
discussed ways to meet psychological needs, such as the need to be loved, appreciated,
praised and respected.
After the subject completed a worksheet we discussed his answers and feelings.
The Taylor-Johnson Temperament Analysis Secondary Edition was administered to the
subject.
Session 2
Unit Topic; Interpersonal Relationships
The interpersonal relationships unit explored issues and characteristics of the
subject’s close relationships. The first worksheet was a fact sheet discussing characteristics
of a close relationship. The second worksheet involved the subject identifying
characteristics of close relationships that were important to him. The sheet also had the
subject identify individuals with whom he felt he had a close relationship. The third
worksheet helped the subject identify who he felt he needed and who he felt needed him.
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On the final worksheet the subject chose individuals with whom he had a close relationship
and described why the person was special to him.
After the subject completed a worksheet, we discussed his answers and feelings.




The communication unit was divided into two sessions. The first session of
communication involved several topics. The first topic addressed was nonverbal
communication. The subject looked at several pictures and decided what nonverbal cues
the people in the pictures were expressing. The differences between the three levels of
communication (small talk, information talk and close talk) were discussed. The next topic
discussed was conversation manners. We dealt with rules for good conversation manners.
Rules ofgood listening were addressed on the next worksheet. The worksheet covered the
rules to being a good listener and benefits ofgood listening.
After the subject completed a worksheet, we discussed his answers and feelings.
The Taylor-Johnson Temperament Analysis Secondary Edition was administered to the
subject.
Session 4
Unit Topic; Communication and Decision Making
This session continued to discuss communication. The main topic addressed in this
session was following directions. The subject was given two worksheets that required him
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to follow several steps to complete a task. Another area addressed why it is important to
listen. The subject was also asked to give a short speech on a subject ofhis choosing. The
subject chose basketball as the topic of his speech. The subject tried to use all the skills he
learned to effectively communicate his feelings on basketball. His speech was critiqued
based on several characteristics such as nonverbal behaviors, conversation manners
utilized, and overall presentation. We discussed the strengths and weakness of his speech.
This session also addressed strengthening refusal skills. The first worksheet dealt with
common pressure situations. The subject had to decide what course of action he would
take in several scenarios. The next area addressed was risk taking and outcomes. The
subject took several situations and decided what the outcome would be if he participated
in the behaviors listed. The final worksheets involved reactions to feelings such as anger,
sadness and feeling wonderful. Johnny was administered the Taylor-Johnson Temperament
Analysis Secondary Edition
This session was his final session. We discussed his feelings towards the
Social Skills Training course. We also spoke about whether he felt he had changed or
learned anything fi-om the course. We went over the results of his test to see if the test
results reflected the changes he felt he had experienced.
CHAPTER FOUR
PRESENTATION OF FINDINGS
The following six figures represent the subject’s results on the primary measure,
the Taylor-Johnson Temperament Analysis Secondary Edition. The seventh figure
represents the results ofDirect Observation, the secondary measure. The results presented
are only for the traits targeted for modification. Each figure illustrates the subject’s
baseline score (test 1) followed by the intervention scores (test 2-5). The Taylor-Johnson
Temperament Analysis Secondary Edition percentile zone designation labels are:
“Improvement Needed”, “Improvement Desirable”, “Acceptable” and “Excellent”. The
subject’s raw scores were converted to percentiles based on the Taylor-Johnson
Temperament Analysis Adolescent male 1992 percentile norms. Direct Observation was
also utilized during the baseline phases to determine the traits targeted for change. Figure
7 represents the results of the observation. During the intervention phase, the subject
participated in a Social Skills Training session then was administered a test. This method
was employed consistently for each session/test segment and is graphically represented in
the following six figures.
Figure 1
Figure 1 is a graphical portrayal of the nervous trait scale scores. For this trait, the
zone designation percentiles are as follows: 100-85 “Improvement Needed”, 84-50
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baseline score was in the 92 “Improvement Needed” percentile. During the intervention
phase the subject’s scores fluctuated but remained in the “Improvement Needed” zone.
The subject scored in the 92 percentile on the second test, the 88 percentile on the third
test, the 96 percentile on the fourth test and the 92 percentile on the fifth test.
Figure 2
Figure 2 is a graphical portrayal of the depressive trait scale scores. The zone
designations for this trait are: 100-80 ‘Improvement Needed”, 79-45 “Improvement
Desirable”, 44-20 “Acceptable” and 19-0 “Excellent”. The subject’s baseline score was in
the 89 percentile. During the intervention phase, the subject’s scores varied, but remained
in the “Improvement Needed” zone. The score on the second test was in the 92 percentile,
the 88 percentile on the third test, the 96 percentile on the fourth test and the 94 percentile
on the fifth test.
Figure 3
Figure 3 is a graphical representation of the inhibited trait scale scores. For this
trait the zone designation percentiles were: 100-75 “Excellent”, 74-50 “Acceptable”,
49-20 “Improvement Desirable” and 19-0 “Improvement Needed”. The subject’s baseline
score was in the 52 percentile range. During the intervention phase the subject’s scores
varied fi’om the “Acceptable” to the “Improvement Desirable” zones. The second test’s
percentile was the 38 percentile. The third test was in the 34 percentile. The fourth test
was in the 34 percentile. The final test had a score in the 59 percentile.
Figure 2
30




































15- tm-m --- —





0- 1 d yr







































Figure 4 portrays the subjective trait scale scores. The zone designation percentiles
for this trait are as follows: 100-80 “Improvement Needed”, 79-60 “Improvement
Desirable”, 59-36 “Acceptable”, 35-10 “Excellent”, 9-3 “Acceptable” and 3-0
“Improvement Desirable”. The baseline score was in the 90 “Improvement Needed” zone.
On the second test, results were in the 64 “Improvement Desirable” zone. The third test
was in the 82 ‘Improvement Needed” zone. The fourth test was in the 90 “Improvement
Needed” zone and the final test score was in the 73 “Improvement Desirable zone.
Figure 5
Figure 5 is a graphical portrayal of the hostile trait scale scores. The zone
designation percentiles for this trait are: 100-75 “Improvement Needed”, 74-50
“Improvement Desirable”, 49-25 “Acceptable” and 24-0 “Excellent”. During the baseline,
the subject’s score was in the 63 “Improvement Desirable” zone. During the intervention
phase, the score fluctuated between the “Improvement Desirable” and “Acceptable”
zones. On the second test the score was in the 36 “Acceptable” zone. The third test had a
percentile score of 63 “Improvement Desirable”. The fourth test score was in the 29
“Acceptable” zone. The final test score was in the 63 ‘Improvement Desirable” zone.
Figure 6
Figure 6 is a graphical representation of the impulsive trait scale scores. The zone
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“Excellent”, 64-40 “Acceptable”, 39-20 “Improvement Desirable” and 19-0 “Improvement
Needed”. During the baseline, the subject scored in the 39 “Improvement Desirable”
percentile. During the intervention phase, the second test score was in the 62
“Acceptable” zone, the third test was in the 62 “Acceptable” percentile, the fourth test
was in the 81 “Excellent” zone and the final test was in the 74 “Excellent” zone.
Figure 7
Figure 7 is a graphical representation of the results of Direct Observation. The
subject was observed for one week during the baseline phase. The graph represents how
many times during a day the subject displayed trait behaviors. On Day 1 the subject
exhibited 6 Nervous behawors, 10 Depressive behaviors 3 Inhibited behaviors, 3
Subjective behaviors, 0 hostile behaviors and 2 impulsive behaviors. On Day 2 the subject
exhibited 8 Nervous, 9 Depressive, 2 Inhibited, 3 Subjective, 1 Hostile, and 0 Impulsive
behaviors. On Day 3 7 Nervous, 10 Depressive, 4 Inhibited, 5 Subjective, 0 Hostile and 1
Impulsive behaviors were exhibited. During Day 4, 7 Nervous, 11 Depressive, 5 Inhibited,
5 Subjective, 1 Hostile and 0 Impulsive behaviors were observed. During Day 5, 6
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CHAPTER FIVE
DISCUSSION
The findings of this study suggest Social Skills Training can be an effective method
for increasing pro-social temperament traits.
One factor that became obvious during the baseline phase was that the subject
possessed very high nervous, depressive and subjective traits. The Taylor-Johnson
Temperament Analysis identified trait patterns that note certain trait score combinations
have special meaning beyond the individual trait scores themselves. The patterns are
intended as a means ofunderstanding the multiple temperament forces which are present.^
The patterns can vary in their degrees of intensity. High scores in the nervous, depressive
and subjective categories indicate an Anxiety Pattern. Anxiety reactions can range fi'om a
mild sense of uneasiness or tension to more extreme states of apprehension or panic, the
latter usually accompanied by certain somatic manifestations. The subject does experience
high end migraine headaches. Prior to the study, he was experiencing migraines up to
three times a week. Many of his absences stemmed fi’om his waking up with a migraine
and being in too much pain to attend school. During the Social Skills Training, the subject
did not experience any migraines. He also attended school everyday for two weeks, an
excellent accomplishment for him. It also signified a decrease in his anxiety level. While
the scores did not reflect a decreasing trend in the three traits, especially nervous and
depressive, the subject’s outward persona changed for the better. His appearance became




with a conscious or unconscious fear of failure in some phase of life. An overly anxious
person may feel inadequate, dependent, and therefore excessively fearful of disapproval,
punishment or loss of love. The questions the subject answered in the nervous, depressive
and subjective sections seem to support this claim. The subject had afBrming responses to
questions that expressed depression, feelings ofbeing unwanted, unhappiness about things
in the past and inability to be easily calmed down. When the anxiety is persistent and
intense, psychotherapy is often required to aid in understanding and resolving the
underlying conflicts which produced the anxiety reaction.^ While Social Skills Training did
improve his outward behaviors, the underlying conflicts need to be addressed through
more intense counseling sessions.
The inhibited and hostile trait scores fluctuated during the intervention phase. This
effect may be the result of the session topic discussed during the Social Skills Training.
Inhibition was chosen as a trait for modification because the subject expressed an interest
in changing his inhibition. The subject was reserved or shy in manner before the
intervention. It can be expected that he would become increasingly hesitant discussing
subjects such as self-awareness, interpersonal relationships and communication. It would
also be expected that the hostile trait would fluctuate based on the topic discussed in the
sessions. When discussing self-awareness, interpersonal relationships, communication and
decision-making, the subject was a little guarded about how much he revealed. During the
sessions, the subject became more relaxed and verbally expressed more ofhis feelings. The
ultimate result was a decrease in the inhibited and hostile traits.
The subject improved the most on his impulsive trait. His scores went fi’om
“Improvement Desirable” to “ExceUent”. During the course of the study, the subject
became more self-disciplined. He began to attend school regularly and completed all ofhis
^Taylor and Morrison, 13.
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work while in attendance. He was able to begin to make plans and goals and keep them.
For example, when an appointment was made for a session, the subject was prepared and
participated well in the sessions. This type of behavior increased during the intervention
phases due mainly to a sense of comfort the subject experienced with the sessions. He
knew when to come and what was expected.
Overall, the Social Skills Training did increase the subject’s pro-social
temperament traits. The subject felt he had improved especially with his communication
skills. His outward appearance, attendance, class work and emotions all improved after the
intervention. IBs teachers even commented on his improved behavior and attendance. The
findings of this study are concurrent with the findings of other studies. Keogh found that
variations in temperament patterns were a clear contributor to the teacher’s views of
pupils’ teachability, to the estimate they make of pupils’ abilities and to the kinds of
expectations teachers have of pupils’ educational performance.^ It was noted that the
subject’s teachers noticed a positive change in the subject’s behavior and appearance. The
subject’s teachers began to view him as more teachable and improved in scholastic
abilities. The only recommendation for the subject is for additional counseling to address
the Anxiety Pattern revealed in the test results. Direct observation also revealed a need to
further address the nervous, depressive and subjective traits. Social Skills Training can be
utilized in the additional counseling sessions and it should specially target Anxiety Pattern
traits. The format used in this study can be utilized in future sessions ifmodified to address
the deeper nervous, depressive and subjective issues.
^Thomas, 126.
Suggestions for Future Research
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A recommendation for future research would be to utilize the Social Skills
Training for a longer period of time. The longer sessions will allow practitioners to gauge
whether there are underlying issues that need to receive special attention.
Another recommendation is to utilize Social Skills Training in group and individual
sessions. Withdrawn or highly disruptive individuals may respond better if they are first
introduced to Social Skills Training individually. Once an individual feels a sense of
confidence in him/herself, a group setting would provide an opportunity for peer relations
to develop. The feedback the individual can receive fi’om a group setting can compliment
skills learned during an individual Social Skills Training program.
Social Skills Training allows the practitioner to be flexible and creative in his/her
approach with adolescents, especially those who need assistance with increasing pro-social
temperament traits. The utilization of a temperament measure like the Taylor-Johnson
Temperament Analysis Secondary Edition allows the practitioner to identify which traits
are weaknesses and which are strengths. The practitioner then can use the strength traits
as a source of encouragement for an individual while increasing pro-social behaviors in
other traits through Social Skills Training.
Limitations ofthe Study
Time constraints placed the largest limitation on the study. The sessions were
conducted during school hours. To avoid the subject missing too much of one class, the
session schedule varied in time. The subject also had the added burden of doing the
sessions and making up missed class work. During the study, arrangements were made
with the teachers for him to miss class and the subject also was able to verbalize when he
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needed to stay in class and finish his work. When that situation arose, the session was
rescheduled for later that day. The subject verbalizing the need to finish his work was
actually an accomplishment. The session before was on communication skills. During the
communication unit, the topic ofvoicing how you feel was discussed. Before the session,
the subject would have been more inclined to just miss doing the work. He was slightly
hesitant in asking if he could remain in class to finish his work but, it was reinforced how
important it is for him to express his needs. He was then allowed to return to class. He




There is considerable emphasis being placed on the importance of temperament
trait identification and classroom modifications based on individualized children’s
temperament traits. The affect that temperament has on children’s functioning is becoming
an important area of interest. Methods to modify or work with specified temperament
traits have received increased research efforts. There are several implications for the
practice of school social work and for those who work with children, youth and families
beyond the school settings.
Social workers, especially those in school settings, must be able to distinguish
between temperament traits and behavior disorders in children and youths. It is the role of
the school social worker to clearly indicate the critical role that environment plays in the
behaviors manifested at any given time. Specific factors, such as the child’s temperament
and coping style, can mediate and counteract noxious conditions in unsafe, nonsupportive
environments; conversely, a fragile child with a very reactive temperament may respond
poorly even in supportive environmental conditions. Therefore, we must always consider
interactive factors- those pertaining to the “fit” between persons and their environment- in
assessing problem situations and planning interventions.^ The development of classroom
modifications and teaching styles can limit the development ofbehaAnor disorders.^ School
•Nancy Boyd Wd)b, Social Work Practice with Children (New Yorie The Guilford Press, 1996),
103.
^Thomas and Chess, 30.
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social workers need to identify children at risk of being mislabeled before a disorder
develops.
Another implication is that school social workers need to do more temperament
assessment. If social-emotional behavior of a child is assessed only in problematic areas,
we know very little about the child’s non-troubling temperamental characteristics. The
developmental paths of children and adolescents are determined to an important extent by
variations of social, emotional, attention and activity level characteristics within normal
range. Temperament traits can significantly alter the developmental trajectory of a child,
regardless of the level of cognitive ability, achievement or current behavior problems
observed.^ School social workers need to be able to assess and identify the temperament
traits of a child in order to influence the educational environment in the child’s best
interest.
The final implication is that social workers, especially those in school settings,
should engage in more interventions that are based on reducing disorderly behaviors
resulting fi-om temperament traits. In general, research has supported the eflBcacy of social
skills training. The intervention is perhaps the most promising contemporary treatment
model developed for working with children and adolescents.** Teaching children and
adolescents social skills is a direct method of influencing how they are likely to interact
with others in the future. The strategy of social competence promotion is based on social
skills training where the goal is to identify the necessary skills and select a method for
teaching the skill. Social skills classes can teach the child how to substitute pro-social
behaviors for aggressive or withdrawn behaviors. Interpersonal skills can be taught to
^Martin, 130.
^raigWinston LeCroy and Keny B. Milligan, “Promoting Children’s Social Competence in
Schools,” in SchoolSocial Work: Practice andResearch Perspectives, 3td edition ed. Robert Constable,
John P. Flynn and Shirley McDonald (Chicago, Illinois: Lyceum Boks, Inc., 19%), 264.
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enhance communication with peers, parents and authority figures.^ Although schools
focus on children’s educational or cognitive skills and capabilities, an important but
neglected area of concern is the social skills of children.^ School is the major socializing
institution for children and school social workers are in the critical position to develop





3. Do you usually stay calm when others get upset?
7. Is it hard for you to keep your mind on what you are reading or studying?
15. Are you easily bothered by noise and confusion?
17. Do you usually feel calm and relaxed?
25. Does it make you nervous to ride or drive in traflBc?
27. Are you more excitable than most people?
32. Do you calm down quickly after an accident or an upsetting experience?
35. Do noisy, active children get on your nerves?
38. Do you let things build up inside until you feel ready to explode?
40. Do you use pills or medicine to help you relax?
44. Are you usually free from worry?
47. Do you worry a great deal about your health?
56. Do you have any nervous habits like biting your nails, tapping your foot, or
scratching?
62. When you are tense or worried, do you sometimes get so upset that you can’t eat?
65. Is it hard for you to relax because you need to keep busy all the time?
68. When you are tense or upset do you eat, drink, or smoke too much?
70. Is it easy for you to relax and fall asleep?
72. Do people think ofyou as a nervous, “high-strung” person?
75. Do you often feel restless or jittery without knowing why?
80. Do you get tense and upset when there is a lot ofwork to be done in a short time?
Depressive/Light-Hearted Scale Questions
94. Do you often feel left out or unwanted?
97. Do you feel that life is disappointing and not all you thought and hoped it would
be?
101. Do you usually feel sure that things will turn out all right in the future?
104. Do you have a deep fear ofany animal, thing, or place because it always makes
you feel panicky?
116. Are there times when you feel blue or discouraged because you don’t seem to be
getting anywhere or getting anything done?
118. Do you feel happy about life and think it’s very much worth living?
127. Are you bothered at times by the feeling that no one really appreciates or cares
about you?
130. Do you think a lot about unhappy things that have happened to you?
135. Are there many times when you feel so low that you are close to tears?
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137. Are you often depressed by your personal problems?
139. Have you ever been so deeply disturbed or troubled over something that you
thought about suicide?
142. Are you troubled by a lack of self-confidence?
146. Are you easily hurt or discouraged by criticism?
152. Do you often feet blue or downhearted without knowing why?
155. Do you sometimes feel completely worn out and exhausted because you are so
upset and worried?
159. Do you smile or laugh a lot?
169. Do you often get discouraged because you think that you aren’t as good as other
people?
171. Are there times when you feel so low that you just can’t make yourselfdo
anything?
176. Do you often feel depressed when you think about your childhood or certain
memories ofthe past?
180. Do you sometimes feel sad or depressed for days at a time without any good
reason?
Expressive-Responsive/Inliibited Scale Questions
91. Can you show love and affection without feeling sUly or embarrassed?
93. Do people say you are an outgoing person?
98. Can you openly show love and affection to members ofyour own family?
100. Do you find it hard to put into words how much you really care for someone/
105. Are you quiet and reserved in manner?
110. Do you find any talk about sex difficult or embarrassing?
112. Do you express pleasure when looking at beautiful things?
121. Do you find it hard to be warm and fiiendly with people?
128. Is it easy for you to be gentle and tender with children/
131. Do you often keep your feelings “bottled up inside”?
138. When you talk, do you speak with a great deal ofenthusiasm and expression?
141. Do you try to make new fiiends and respond when others are fiiendly?
143. Is it hard for you to express sympathy for someone who is very sad?
148. Do you feel uncomfortable when you are expected to show happiness over a gift?
151. Do you like to talk a lot?
157. Do you feel shy and self-conscious with most people?
163. Do you feel free to talk about personal problems as well as happy things with close
fiiends?
170. Are you inclined to be shy and withdrawn?
174. Do you find it hard to give compliments or say nice things to members ofyour
family?
178. Is it difScult for you to show your feelings and respond in a love relationship?
Subjective/Objective Scale Questions
99. Do you sometimes get so emotional that you can’t think straight?
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102. Do you find it hard to stop thinking about yourself and your feelings?
107. Do people sometimes say that you don’t think in a clear, logical way?
109. Do you make up your mind only after looking at all sides of a question?
114. Do you sometimes get the uneasy feeling that you are being stared at or talked
about?
119. Is it hard for you to trust most people?
123. Are you easily embarrassed?
134. Do you often feel jealous?
136. Do you find it hard to take criticism or blame?
140. Do you hold hard feelings or carry a grudge?
144. Are you logical in the way you think and talk?
150. Do your fiiends think you are a fair-minded person?
154. Do you often misunderstand or get the wrong meaning out ofwhat others say and
do?
160. In an election are you Avilling to listen to the other side and at times change the
way you vote?
162. Are you thought ofas being overly sensitive?
165. Do you fi-equently daydream about things that can’t come true?
167. Is it difBcuIt for you to get over an embarrassing experience?
173. Can you think clearly even when you are emotionally upset?
175. Do you feel self-conscious and worry too much about what other people might
think ofyou?
179. Ifyou were asked to help settle an argument, could you be fair and not take
sides?
Hostile/Tolerant Scale Questions
92. Do you often make thoughtless remarks that hurt people’s feelings?
96. Are you fi'ee from prejudices or strong feelings against certain races or religions?
103. Can you be understanding when someone is late and keeps you waiting?
106. Does anyone ever complain that you are “bossy”?
108. Ifyou don’t agree with someone can you tell that person so without making him
(or her) angry?
111. Do you lose your temper easily?
113. Do you get into a lot ofarguments?
117. Do you often “tell people off”?
122. Do you have a deep respect for all human beings?
125. Do you get impatient or upset with someone who is sick a lot?
129. Do you sometimes make sarcastic or cutting remarks when people annoy you?
132. Do you look down on men who seem weak and unable to make a living?
145. Do people think you are patient and easy going?
147. Do you often try to boss or control people around you?
149. Are you quick to forgive other people’s mistakes and bad manners?
156. Is there someone in your family that you criticize a lot?
158. Do you often make such blunt, cutting remarks that you hurt someone’s feelings?
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161. Do you act as ifyou were superior or better than other people?
164. Are you slow to complain when people take advantage ofyou/
172. Do you think that most people are “out for all they can get”?
Self-Disciplined/Impulsive Scale Questions
11. Do you often make the kind ofplans that can’t work out and have to be given up?
20. Are you a person who likes to do everything according to a plan or schedule?
22. Do you think things out carefully before you rush into something?
30. Are you very neat and orderly?
58. Do you find it hard to plan your work and finish it on time?
61. Do you sometimes get into trouble because you act without thinking?
66. Are you tempted to spend your money to buy things that you really don’t need?
77. Do you plan ahead and carry out your plans?
79. Do you like to take chances?
83. Do you prepare a budget and really try to stay within it?
95. Do you have a place for everything and keep everything in its place?
115. Do you like to stick to a job until it is finished?
120. Are you apt to decide things too quickly?
124. Do you usually stop and think before you act?
126. Are you always working towards a future goal?
133. Are you very careful and orderly about keeping track ofmoney and your personal
things?
153. Do you work in a careful and orderly way?
166. Do you often do things “on the spur of the moment”?
168. Is it hard for you to break a habit such as smoking or overeating?
177. Do your interests keep changing from one thing to another?
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